innovate, and to retranslate organizational experiences (Moorman & Miner, 1998) . In addition, they will also need to be able to reflect on those organizational experiences. As Raelin (2001, p. 22) points out: "In our turbulent global environment it appears almost definitional that we need managers who can inspire reflection to the extent of generating new ways of coping with change." Yet, the types of competencies that are identified by these authors are generally associated with management development programs. Indeed, such competency development may be viewed as outside the domain of management educators, particularly in university settings where there is traditionally a "great and unfortunate divide" (Mintzberg, 2004, p. 2) between management education and management development.
This article describes a postgraduate program that was designed as both an education and a development experience for managers working in rapidly changing organizations. The program was based on an adult learning model (Knowles, 1990 ) and on a continuous change understanding of modern organizational functioning (Weick & Quinn, 1999) . The application of these two principles led to the creation of a program that was designed as a learning system that operates at individual, group, and organizational levels. Within this system, there is a focus on individual self-development through increased reflective capability, group problem solving, and the transfer of learning back to the organization. This approach to learning has resulted in the enhancement of managers' higher order competencies, leading to increased capability in the double-loop learning (Argyris & Schon, 1978) that is viewed as crucial to successful organizational change.
The article begins by presenting a model that integrates the elements of rapidly changing organizations with andragogic approaches to learning before considering the postgraduate program and its outcomes. Although devised primarily for HR executives, the principles underpinning its design and operation could equally be applied to other executive-level postgraduate programs. The article is therefore likely to interest those who are already engaged or considering engagement in the delivery of executive education programs, those interested in assisting managers to cope with rapidly changing organizations, and those concerned with bridging the divide between management education and management development. Aram & Noble (1999) suggest that education systems generally prepare students for "low change" situations, citing Schon (1983, p. 3) who refers to these as the "high hard ground of clarity and rigor," in contrast with the "swampy lowlands where messy confusing problems defy rational solution." It is, however, the "swampy lowlands" that most managers inhabit, and it is suggested that such environments require more experiential, selfmanaged, and developmental approaches to management education (Aram & Noble, 1999; Lengnick-Hall & Sanders, 1997; Senge, 1990) . Such approaches do not occur in isolation but are inherently linked to changes occurring in learners' immediate environments and in their interactions with others. Lave & Wenger (1991) stress the social aspects of such learning in describing the creation of "communities-of-practice" where participants share this tacit knowledge through developmental dialogue. This active reflective process also enables mangers to "break assumptions" (Hammer & Stanton, 1997) .
Learning and Change
Learning organizations are characterized by the evolution and adaptation of their response repertoires in the face of complexity and near chaos. These response repertoires are effectively the range of knowledge, skills, and abilities (KSAs) of the organization's participants, and change may be measured by the development and extension of these KSAs. Thus, learning is change and involves the development or extension of new KSAs (Bateson, 1972) . These new KSAs will need to include "meta-abilities" that are higher order, enabling competencies that drive other skills and abilities, thus determining how and when these are used (Buckley & Monks, 2004; Clarke, 1999) . Meta-abilities include competencies such as cognitive skills, self-knowledge, emotional resilience, and personal drive (Butcher, Harvey, & Atkinson, 1997) ; creativity, mental agility, balanced learning habits and skills, and self-knowledge (Pedler, Burgoyne, & Boydell, 1994) ; and self-directed proactivity, and critical reflection (Marsick & Watkins, 1996) .
Knowles ' (1990) andragogical model of learning maps the ways in which adults learn. Knowles points out that adult learners bring a vast amount of life experience to any new learning environment and that this experience needs to be seen as a resource and incorporated into the learning process. Adults tend to have a "life-centered" rather than subject-oriented approach to learning, and their motivation has a strong applied aspect where "selfconcept/self-efficacy issues are overcome with a strong real-life orientation" (Knowles, 1990, p. 57) . In such situations, there is a need for the creation of a collaborative and empathetic learning environment where the teacher is seen as a facilitator and fellow learner. The transition is, as Elias & Merriam (2005) suggest, from "sage on the stage" to the "guide on the side."
Knowles' andragogical approach to learning and how it differs from a traditional pedagogic model reflects the differentiation Weick & Quinn (1999) make between the characteristics of static and change-imbued organizations. Static organizations are typically characterized as bureaucratic in nature with strict adherence to formal methods and formal management structures. As with the traditional pedagogic approach to education, there is high central control and prescription of employee behavior and responsibility, a striving for homogeneity of approach, and effort is directed to perfection or quality. Figure 1 juxtaposes these four conceptualizations in identifying the traditional pedagogic approach with the static organizational image while the andragogic orientation reflects the characteristics of a continuous change organization. This model also includes Stacey's (1996) work on the application of complexity theory to organizations, where the issue is not knowledge possession or retention but fitness to adapt and innovate in unfamiliar situations. Combining these approaches provides the basis for an instructive model that may aid the development of educational interventions aimed at managers in high-change organizations. This model underpinned the design of a postgraduate education program for HR executives at a time when the Irish economy was undergoing extensive change.
Postgraduate Education for HR Executives
There has been a fundamental change in recent years in the value placed by organizations on human resource management (HRM). This shift is the result of evidence that suggests a strong linkage between HR practices and performance and the high profile given by writers such as David Ulrich (1997) to the role that HR managers might play in fostering this linkage. There is general agreement that HR managers require new competencies to deal with the challenges presented by rapidly changing, performance-driven organizations. These include business knowledge, extensive HRM expertise, and the ability to manage change (Caldwell, 2001; Ulrich, Brockbank, Yeung, & Lake, 1995) . The ability to manage change is perceived as particularly Knowles (1990) ; Stacey (1996); and Weick & Quinn (1999) .
crucial and has emerged as the most important predictor for the overall competence of HR professionals (Ulrich et al., 1995; Ulrich & Beatty, 2001 ). Yet, a recent review of postgraduate education in HRM in the USA (Langbert, 2005, p. 447) suggests that the programs currently provided in the USA "do not target the business, change management, and interpersonal competencies that have become increasingly important to HR executives." In 1996, faculty at a business school in Ireland embarked on the design of a 2-year, part-time postgraduate program for HR executives. As such, the program fits the definition of executive education provided by Ballou, Bowers, Boyatzis, and Kolb (1999, p. 340) as "management education for people who are in executive roles or hope to be; that is they are on a career path toward an executive role." The decision was taken to incorporate into the design of the program the ideas and values underpinning approaches to adult and management learning/development and organizational change (Figure 1 ) as well as the evidence emerging from research into the roles and responsibilities of HR managers (e.g., Ulrich et al., 1995) . To ensure that the proposed program design met the needs of HR managers, interviews took place with senior HR managers as well as with the Chartered Institute of Personnel and Development in Ireland, the professional body regulating membership to the HR profession. A survey of members of this institute was undertaken as well as a comprehensive review of existing programs for HR managers in Ireland, the United Kingdom, and the United States, together with an extensive literature review. From the research process, it became apparent that HR managers, particularly at middle to senior management level, were engaged in managing change, were involved in strategic decision making, and were facing a variety of new and complex problems. The program was launched in 1997 and has attracted an intake of between 15 and 25 HR managers each year. The age profile ranges from 26 to mid 50s, and participants have between 3 and 25 years' experience in HRM. They attend the program one afternoon each week from 2 pm until 8 pm for four semesters over a period of 18 months as well as two residential weekends over the course of the program.
Creating a Learning System
As well as being guided by models of change, we drew heavily in designing the program on contemporary theories of organizational learning, in particular on the notion that organizational learning is multilevel and involves the integration of individual, group, and organizational levels of learning (Crossan, Lane, & White, 1999; Rashford & Coghlan, 1994; Senge, 1990) . Thus, although it is individuals who learn, their learning needs to be shared and common understandings developed through group processes (Argyris & Schon, 1978) before this learning can be institutionalized as organizational learning (or change). We realized that we could not guarantee the transfer of learning from the managers attending the program back to their organizations, as this is ultimately an individual-level decision by the participant (Monaghan & Cervero, 2006) . However, we felt we could design a learning system that would provide a wide range of opportunities for the transfer of the KSAs acquired in the program to take place. The learning system we designed is depicted in Figure 2 . This system illustrates three levels of learning together with the processes we included in the program that were designed to develop the meta-abilities that have been identified as crucial to success in senior management roles. The program was therefore designed as a management development as well as a management education process and was rooted in the notion that any effective system for management development must increase the manager's capacity and willingness to take control over, and responsibility for, events, particularly for themselves and their own learning. (Pedler et al., 1994, p. 3)
INDIVIDUAL-LEVEL LEARNING
At the beginning of the program, participants complete an assessment of their current skills and abilities using instruments in A Manager's Guide to Self-Development (Pedler et al., 1994) . This provides them with an audit of their current stock of skills and abilities and insights into how these might be extended and improved. Various tools are then utilized over the course of the program to enhance the development of meta-abilities such as selfawareness, self-development, and reflective capability. The tools employed range from those that enable managers to develop a deeper understanding of their own behavior, such as the learning styles questionnaire (Honey & Mumford, 1992) and the drama workshops (Boal, 1992) , to those that elicit personal reflection (e.g., learning log) and reflection on their interactions with others (e.g., team development diary). The focus on reflective practice is to encourage the shift from single-to double-and triple-loop learning; to "challenge the standard meanings underlying our habitual response" (Raelin, 2001, p. 14) . Building the process of reflection into these learning experiences proved key to ensuring that managers did not simply experience the new learning but also reflected on its implications for their own development. Indeed, this developmental journey was what many managers found most valuable in the program and is perhaps best summed up by one manager who, when asked what he had gained from the program, replied: "I learned a lot about myself."
GROUP-LEVEL LEARNING
Group-level learning is considered a crucial component of the program and mirrors the emphasis on team working that permeates contemporary organizations. Group learning is perceived as contributing to the development of "communities of practice" (Wenger, McDermott, & Snyder, 2002, pp. 4-5) where there is the opportunity to "share information, insight and advice . . . help each other solve problems . . . discuss their situations, their aspirations, and their needs . . . ponder common issues, explore ideas and act as sounding boards." Two residential weekends take place before the beginning of each new academic year. In Year 1, these enable participants to meet the individuals with whom they will be working for the duration of the first year; for example, Belbin's (1981) team roles is used to explore the process of team dynamics. Team projects are then used as part of the assessment in the majority of modules. In the second year, both outdoor orienteering and drama workshops have been used in building the new teams in which individuals work during Year 2. In the drama workshops, the difficulties experienced in Year 1 in working together as teams are played out using new scenarios to explore the tensions and issues involved. The resolution of such tensions through physical movement adds a new dimension to the learning experience. Reflective diaries are also used to enhance team learning. In addition, the processes of action learning (Raelin & Coghlan, 2006) are used to support participants while they engage in the applied change management project that is begun at the end of the first year. Finally, a computer-based business simulation forms a capstone module in which the managers work together in their teams, making sets of business decisions as they endeavor to lead a firm through a 3-year change process.
ORGANIZATIONAL LEVEL LEARNING
This is the most difficult level of learning to manage. We have endeavored to do this by designing as many assignments as possible to incorporate organizational interventions, together with an evaluation of the outcomes of these interventions. In particular, there is a change management project that individuals work on over the course of the program. This is a substantial 20,000-word document that requires the identification of a change initiative, an intervention, and an evaluation of the outcomes of the intervention, using an action research methodology (Argyris, Putnam, & Smith, 1985) . Other assignments involve the managers in analyzing actual problems in one of the participant's organizations and in acting in a consultancy capacity to understand and propose solutions to the problem.
The Content of the Program
In addition to designing a learning system, we needed to ensure that the program was academically rigorous and that it would challenge the managers with new knowledge and new ideas. The program content is displayed in Figure 3 . The modules cover the business and strategic knowledge, managing change, and HR competencies that were identified as crucial from a review of the literature (Ulrich et al., 1995) . The modules were designed to provide managers with exposure to a wide range of analytical frameworks from a broad mix of discipline areas. These include law, public policy, economics, business strategy, organizational psychology, organizational behavior, finance, and ethics. The breadth and range of disciplines is seen as a means of encouraging managers to rethink their traditional frames of reference and to move them away from the notion of one right approach or answer; in particular, to move them away from traditional HRM topics and discipline areas. The modules are delivered by faculty who focus on the andragogic model (Forrest & Peterson, 2006; Knowles, 1990) and who operate in a "problem-posing" rather than "banking" model (Freire, 1972) . Faculty involved in the program begin with the manager's experience and expertise and see dialogue rather than teaching as the way in which the course is delivered. The structure of the course is informal and flexible and the aim is to ensure open communication both between participants as well as between faculty and managers.
The first year of the program is designed as an "unlearning" (Hedberg, 1981) stage. Managers are forced to move away from their traditional comfort zones and learn to handle a new set of frameworks with which to explore their familiar problems. Although HR issues are discussed in each of the modules, the discussion is in many cases led by faculty who have no formal background in HRM and who therefore bring with them the analytical frameworks derived from their own discipline areas. Thus, faculty with backgrounds in economics, accounting, law, finance, strategy, and organizational psychology teach in the program. However, all such faculty have extensive experience of teaching postgraduate courses to executives, and they have expanded their portfolio of teaching materials so that the examples they use and the readings they recommend are applicable to the situations in which these managers operate. In Year 2, there is a reframing of HRM issues in the light of the knowledge gained in Year 1. The focus is on taking a strategic perspective on issues and on linking HRM and strategy in ways that focus attention on HRM as a system rather than as a set of discrete elements.
In both years of the program, there is an intention to bring elements of novelty to the learning experience with the aim of disrupting managers' tried and tested approaches to problem solving and to encourage doubleloop approaches. A focus on novelty has been shown to be particularly effective in breaking established patterns of problem solving (Weiss, cited in Conger & Xin, 2000) . Managers are forced to think "outside the box" by being challenged continually to reconsider their traditional approaches to problems and issues. For example, for one of their assignments they are required to use a tool from systems thinking (Senge, Kleiner, Roberts, Ross, & Smith, 1994) to solve a problem within their own organization. This assignment requires experimentation with a new tool, an active organizational intervention, and a reflection on its outcomes with an analysis of both individual and organizational learning. In many cases, the modules provide managers with a new language and new ways of reframing familiar problems within their work organizations. As a result, they move away from an emphasis on problem solution, a task at which HR managers are extremely adept, to one of "problem setting" (Schon, 1983 ) as the process "by which we define the decision to be made, the ends to be achieved, the means which may be chosen" (Schon, 1983, p. 40) .
APPROACHES TO ASSESSMENT
Assessment is based on a variety of individual and group projects, cases, and presentations, all of which have an overt organizational linkage. As Ayas & Zenuik (2001, p. 64 ) point out, "Project-based learning lays the foundation for communities of reflective practitioners." In their analysis of workbased problems, managers are required to demonstrate that they have read widely and that they are able to interpret and apply new concepts and frameworks to familiar problems. In many cases, they are also expected to take action on the solution that they are proposing and to evaluate the results of that action. This is particularly the case with the major change management project that follows an action research model (Argyris et al., 1985; Dehler & Edmonds, 2006) and utilizes action learning sets (Raelin & Coghlan, 2006) .
Outcomes of the Program
We recognized that the success of the program would be in the situated workplace impact of the KSAs that had developed among participants. Access was gained to one organization that had sent 14 of its most senior HR executives to the program. In this organization, we explored whether learning had taken place at individual, group, and organizational levels from indepth interviews we conducted with these participants. To explore the organizational level of learning more deeply, we also interviewed the HR director and two line managers and undertook a case study analysis in one of the business units within the organization where we interviewed union officials and plant managers. All interviews were taped and transcribed and analyzed thematically with the aid of the NVivo software package for qualitative analysis. Clear themes emerged that provide valuable insights into the individual, group, and organizational level learning that had occurred.
INDIVIDUAL-LEVEL LEARNING
The interviews indicated very positive outcomes for participants' personal development, with increased self-confidence reported by all managers:
I can speak about these [HR] things with a bit of authority. I don't mean authority in a command and control type thing. I can speak confidently about HR, and if anybody asks me something with HR that I'm not familiar with, I can immediately go back and look it up because I know where to look or I know who to ask. So all that adds up. I am a much more confident person. (Manager #3) The confidence also emerged from having a greater set of resources on which to draw: The focus on self-confidence identified by these managers was perhaps surprising because the managers were in very senior positions where it might automatically be assumed that they must be self-confident to have attained such positions. Yet, this focus on self-confidence also emerged in the study of executives conducted by Ballou et al. (1999, p. 346) , who suggest that for managers in their study, it could be seen as "the internal companion to the external viewed presence demonstrated to others" and that it was the "booster shot to their self-esteem and confidence to change."
GROUP-LEVEL LEARNING
All the managers spoke of the fact that they had acquired a new language as a result of completing the program because they had acquired concepts and ideas from a variety of disciplines, not just HRM. This new language was useful in many ways. It enabled them to conceptualize ideas and information in innovative ways, and it provided them with new frameworks for understanding the problems and issues they faced. Most important, it served to create a bond between those working in the HR area because they were able to use a language that was common to them all, thereby providing for shared understandings:
I found having done the master's that we have a common language, and that has definitely raised the ante about what we are trying to achieve. (Manager #12) All the managers spoke about improvements in their strategic thinking. These improvements were also related to the acquisition of new language and the ability to situate ideas, thoughts, and information in a coherent and integrated way and to share these with one another:
To be able to talk about strategy as well, because I never had really got into strategy. And to be able to articulate the people issues around strategy. . . . And certainly, I wouldn't have operated that way before the program. (Manager #4)
ORGANIZATIONAL LEVEL LEARNING
The extent to which the learning had transferred into the organization was assessed by asking the HR director and two line managers who had not attended the program, as well as the participants themselves, about the transfer of learning. In addition, a case analysis was undertaken in one plant where a new HR system had been designed and implemented by one of the participants.
The participants were convinced that there had been a significant shift away from a previous preoccupation with industrial relations matters toward a broader HRM approach and that their involvement in the master's program had contributed significantly to this change process:
I think we have changed the mind-set here. I think people are now promoting HRM as against IR management or indeed personnel management. . . . The perception is that the HR community is having an impact beyond industrial relations. We are now beginning to develop people differently; we're beginning to motivate people differently. (Manager #2) As part of the changed perception of the HR function within the organization, there was a sense that the function had been professionalized: I was lacking in formal HR theory . . . had nothing significant with the exception of the odd 2-day course, so this program gave me a lot of exposure to the theory side, which I found fantastic, and I did feel it enhanced my role as the HR manager here by being able to bring what I learned back in the senior team that I work with, that I can rely on that as a reservoir of expertise. (Manager #11) The managers were also actively involved in changing the way in which HRM was undertaken within the organization. One manager described how he and a colleague, who also attended the program, were working with a group of consultants in taking a "fundamental look" at the HR organization:
A lot of the thought process of [Business Unit X] would have come out of the master's. The big opportunity was to transfer the learning and really put it to the test; the timing was just perfect from that point of view. (Manager #5) The HR Director and line managers who were interviewed mentioned the changed language, new behaviors, and new ways of thinking that participants had brought back to the organization: I know it by the conversation and I know it by the questions I get asked. I know by the tone of the conversation, it's almost like the language has changed. The language of HR is used where it never was used before. That's why I say it's embedded, that's the way people think and speak now . . . I can see the HR managers who have been through the program when I attend a meeting. They're talking differently. And the others are trying to talk the same way, but the others aren't necessarily up there with them. They're not at the edge. The people who've gone through the program have ability now, as I say not all of them but most of them, where they can see some of the strategic things that are happening. The other managers just see the operational things that are happening. I can pick out the people who have been on the program without even knowing their names. Just attending a meeting I can tell you who's been there. I can see how they're thinking the thing through. (HR director) I think it's been a substantial component of the change [within the organization] because I think all the individuals in the group had more to contribute in terms of the transforming organizational change that has taken place and they would have done that much more successfully as a result of having done the course and by virtue of it. (line manager)
One participant had designed an HR system for a new plant within his organization. This design formed part of his assessment for one of the modules and applied the HR theories learned during the course of the program to the problem he faced in practice:
I did an HR plan . . . and we had that staffed and operating to a significant extent to that HR plan. And that for me is a very tangible kind of contribution, and it's the way of operating the plant if you like, in my view, and was based on addressing and avoiding the ills of our current ones, informed by best practice-everybody from Guest to Pfeffer, all of those guys. That station now, the HR practices there are working to a model that came from the program, so I would find that satisfying in terms of a contribution. (Manager #1) An interview conducted with the manager in charge of the plant in which the plan had been implemented confirmed that the HR system was operating successfully in line with the design proposed by the HR manager. In addition, an employee survey conducted in 2003, a year after implementation, concluded that the plant "remains a focused organization operating with a minimum of bureaucracy. It maintains good management and interpersonal relationships. Morale is good and it is perceived as efficient and effective with flexibility to cope with its future development" (from a confidential external consultancy report of 2003). Interviews with union officials and shop stewards involved with the plant confirmed the positive outcomes from the new approaches to HRM within the plant. Although the precise impact of HRM on organizational performance is difficult to measure, the positive state of employee relationships in the new plant suggests that this was due at least in part to the new HR system designed by the manager who had attended the program.
Reflections on the Program
We were conscious in designing the program that we were part of the learning system that we were trying to create. We were also conscious that we needed to reflect on our own learning in order to ensure that it becomes a source of organizational learning and change (Vince, 2002) . We therefore organize our reflections on the basis of the individual, group, and organizational levels we used in designing the program as each of these levels may provide useful insights for those engaged in or planning for executive programs.
INDIVIDUAL-LEVEL LEARNING
We learned that we had to change our own roles in designing and delivering this program. We needed to move from our comfort zones where we were totally in charge of students' learning to zones where we became colearners and facilitators of a learning process driven by the managers themselves. In so doing, we found ourselves facing new sets of responsibilities and feelings of co-ownership. For example, we have found that the elements that prove most valuable to managers are those that bring novelty to the learning experience. These appear to challenge managers to experiment with new approaches to problem solving and to switch from single-to double-loop learning, thereby gaining new insights and understanding. However, the adoption by our managers of these new approaches has left us with a feeling that we have very much "let the genie out of the bottle." We no longer have total control over the outcomes of the assessments now that these are translated by our managers into organizational interventions. These interventions have the potential for success and failure, both of which may perhaps have repercussions for the lives and careers of our managers. We are therefore bystanders to a process yet very much entwined within it.
The shift in roles that we have experienced has also required not simply a change in mind-set but a physical reorganization of our classroom space. The situating of the teacher at the top of a tiered classroom space has been replaced by a flat room with desks in clusters rather than rows. There has to be sufficient space for both us and the managers to move around the room so that leadership for the learning process can be shared and disseminated rather than centered at the top of the classroom.
In designing and delivering this program, we are working with a large and frequently changing team of academics. The enthusiasm and support of all the faculty involved in the program is crucial because they must be able to engage with managers and to abrogate strict control over their discipline areas in favor of dialogue and discussion. This has been achieved by seeking out faculty who are interested in experimenting with new approaches to teaching and learning and by encouraging their participation in the program. The existence of a coherent philosophy underpinning program design and delivery has proved key at this level because it provides a framework for faculty in making decisions about course content and a basis for students to understand the rationale behind these decisions. There is therefore a need to ensure that this philosophy is articulated regularly to all those who are involved in the program. Embedded in this framework is the need to focus not just on the content of the program but rather the process by which it is delivered and in which the managers engage. For managers, a focus on "situated learning" (Lave & Wenger, 1991) enables them to engage with others in unraveling the mysteries and intricacies of the new insights with which they are challenged and to make sense of the information they already possess. However, this sense making also needs to extend to include faculty involved in program delivery.
It proves difficult at times to keep the philosophy underpinning the design of the program to the forefront of its delivery. There are 12 different modules and 11 different faculty involved, and ensuring coherence is complex, particularly where the same academic might not necessarily be employed on the program each year. The coherence is achieved by ensuring that the assessments for each of the modules on the program blend both a theoretical input and an organizational problem-based and change focus. This requires the program leader to liaise constantly with the faculty involved in delivery and to monitor the format and content of assessment, in some cases wresting ownership of such assessment away from faculty so that it fits with the overall aims of the program.
ORGANIZATIONAL LEVEL LEARNING
In addition to our individual and group roles, we and our managers are also part of a university system that is perhaps most comfortable with a traditional approach to teaching and learning. Thus, we are required to provide a set of marks for each student at the end of each semester. Because this mark may not necessarily reflect the amount of learning that has taken place, there are inevitable contradictions and tensions underpinning the process in which we are engaged. However, we have managed to overcome the notion that examinations are the only ways in which learning can be assessed, and there is now full acceptance at university level that managers can learn in many other ways.
We are also part of the wider business school community. Here we sometimes find ourselves in evangelical mode in promoting the approach to management learning that we espouse in this program. We have found that many colleagues are interested and excited about the potential that the approaches to learning that we have adopted offer for the enhancement of learning within their own classrooms. We have therefore seen the gradual adoption by others of some of the approaches that we are using.
We are also part of the organizations to which our managers belong. We have found that some of our participants struggle with the gap in their organizations between the type of development activity that their organizations are prepared to fund by paying their fees to attend the program, and their organizations' willingness to actually make use of the new competencies and insights that their managers are acquiring. In some cases, this leads to a situation where managers are leaving their organizations to join others that are more receptive to new ideas. Although such moves may be positive for the managers' personal careers, they do little to enhance learning within the organizations they leave. This suggests that we need to build a closer relationship with organizational decision makers if learning transfer is to take place and if effective use is to be made of both human and financial resources in the expenditure and effort involved in management education.
Conclusions
The increase in interaction and learning generated by our approach has resulted in widespread enthusiasm on the part of both faculty and managers. The change in learning style adopted by our managers in response to the shift toward an andragogic/change model supports the contention of Ballou et al. (1999, p. 353 ) that in the case of executive education, pedagogy needs to be "modified or dramatically transformed in order to have a significant impact." In this regard, we leave the final word to one of our managers:
